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For the past few decades, second language acquisition (SLA) researchers have
been examining how corrective feedback (CF) contributes to learners’ L2 development.
While recasts, a type of implicit CF, have been acknowledged as theoretically and
empirically beneficial for L2 learners, some researchers have criticized them as being
ineffective (e.g., Ammar & Spada; Panova & Lyster, 2002). They argue, for example,
that the lack of clear indicators of negative evidence may lead learners to overlook
teachers’ intention for correction and thus may not lead to learners’ interlanguage (IL)
restructuring. However, studies using large numbers of recast episodes have pointed
out that there are numerous factors that influence the effect of recasts (e.g., Egi, 2007; R.
Ellis & Sheen, 2006). The question that has arisen is: How can the effect be
maximized?
Researchers have long perceived recasts as an implicit form of CF; however,
more recent research has shown that recasts can be provided in a more or less explicit
manner (e.g., R. Ellis & Sheen, 2006; Loewen & Philp, 2006; Philp, 2003; Sheen, 2006).
The purpose of the first of the studies (based on Asari, 2012a) which constitute this
dissertation is to examine how salience-enhanced recasts influence foreign language
learners’ production of uptake and modified output. The second study (based on Asari,
2012b) aims to answer the same question but takes learners’ proficiency levels into
account. The third study investigates how some of the salience-enhanced recasts
impact learners’ L2 development. Finally, the fourth study (based on Asari, 2014a,
Asari, 2014b) looks at (a) how native speaker (NS) and non-native speaker (NNS)
2teachers differ in their provision of recasts and in their beliefs about CF and (b) how
their beliefs about CF latter are reflected in the way in which CF is actually provided.
Answering the research questions addressed in this dissertation will be of great
interest as salience-enhanced recasts can potentially bring about a positive impact on
learners’ short- and long-term L2 development and foreign language (FL) teachers
equipped with knowledge of salience-enhancement techniques can promote learners’
language learning more effectively. This dissertation is intended to contribute data and
perspectives to interactionist research (see Long, 1996, 2007, for example, for key
concepts related to this position) on language teaching.
Theoretical Background
Interaction Hypothesis
Corrective feedback gained much attention by SLA researchers when Long
(1996) proposed the Interaction Hypothesis, which acknowledges both the importance
of interactionally adjusted comprehensible input and that of learner generated output.
He argued that the way in which learners interact with their NS interlocutors is the key
to L2 development.
According to Long (1996), one of the greatest advantages of interaction is that
it promotes opportunities for negotiation of meaning, which is:
a process in which, in an effort to communicate, learners and
competent speakers provide and interpret signals of their own and
their interlocutor’s perceived comprehension, thus provoking
adjustments to linguistic form, conversational structure, message
3content, or all three, until an acceptable level of understanding is
achieved. (p. 418)
Research that has been exploring the link between negotiation of meaning and
L2 development has shown that negotiation of meaning contributes to L2 development
in at least three ways. Firstly, interaction involving adjustments serves to make the
level of input more suitable for learners’ language development. When an
interlocutor’s utterance is beyond a learner’s level, the interlocutor sometimes modifies
the language so that the learner can comprehend it, and such input can be seen as
comprehensible input.
Secondly, negotiation of meaning provides opportunities for NNS speakers to
produce pushed output. When learners face communication difficulties, they are often
pushed or stretched in their production as a necessary means to make themselves
comprehensible for the interlocutor; this is known as pushed output. In this effort to
make their utterances more “precise, coherent, and appropriate” (Swain, 1985, p. 249),
learners are forced to “move from a more semantic, open-ended, nondeterministic,
strategic processing prevalent in comprehension to the complete grammatical
processing needed for accurate production” (Swain, 1995, p. 128).
Thirdly, interaction creates opportunities for learners to receive both positive
and negative feedback. While Krashen’s Input Hypothesis argues that learners are able
to acquire the target language (TL) through mere exposure to positive evidence
(information for learners about what is possible in the target language), the Interaction
Hypothesis asserts the need for negative evidence (information for learners about what
4is not possible in the target language) which can be found in negative feedback or
corrective feedback.
Corrective Feedback
Corrective feedback is an umbrella term used to cover all reactions that
explicitly or implicitly indicate that the learner’s production is erroneous by providing
negative and/or positive evidence. According to Lyster and Ranta’s (1997) taxonomy,
CF can take the form of any of six types of teacher behavior: explicit corrections,
metalinguistic clues, clarification requests, elicitation, recasts, and repetitions.
The six feedback types can be categorized by either one of the following
criteria: (a) whether the CF is input-providing (CF types that provide learners with the
correct L2 model) or output-prompting (CF types that elicit learner-generated
correction), or (b) whether the CF is implicit (CF types in which the corrective force is
covert) or explicit (CF types in which the corrective force is overt) (R. Ellis & Shintani,
2014).
There is a general consensus that CF that is provided to learners during an
interaction brings about a positive impact on learners for at least one of the following
reasons. First, as learners are constantly testing hypotheses about the TL, CF gives
them an opportunity to find out if the hypotheses they have formulated are correct or not.
Secondly, in cases in which learners’ hypotheses are incorrect, CF helps direct their
attention to the discrepancies between their IL and the TL. Thirdly, the positive
evidence in CF functions as comprehensible input. Finally, CF encourages learners to
produce pushed output. Especially, CF that invites immediate learner reaction or
5response (i.e., elicitation and clarification requests) obliges learners to produce a
reformulation, and this may lead to automatization.
Summary
Recasts, a type of implicit corrective feedback, are the general object of the
research presented in this dissertation. The question of how interaction and recasts
affect L2 learning has increasingly attracted the interest of researchers since the 1990s.
The next chapter provides a literature review centering around recasts.
CHAPTER 2. LITERATURE REVIEW ON RECASTS STUDIES
Defining Recasts
Lyster and Ranta (1997) defined recasts as “the teacher’s reformulation of all or
part of a student’s utterance, minus the error” (p. 46). Sheen (2006) referred to the
context in which recasts are to be given by defining them as “the teacher’s reformation
of all or part of a student’s utterance that contains at least one error within the context of
a communicative activity in the classroom” (p. 365, underline mine). Long (1996)
summarizes the characteristics of a recast by saying that corrective feedback (CF) is
considered a recast if it possesses the following four fundamental properties: (a) it is a
reformulation of the ill-formed utterance, (b) it expands the utterance in some form, (c)
its central meaning of the utterance is retained, and (d) it follows the ill-formed
utterance. Below is an example of a recast (Example 2-1):
6(2-1) From Mackey and Philp (1998, p. 344)
NNS: what what they doing?
NS: what are they doing? (recast)
NNS: yeah
Historical Overview of Recasts in Language Acquisition
Recasts in L1 Acquisition
It has been found that parents and caretakers rarely correct a child’s erroneous
utterances with overt correction (e.g., “That’s wrong”) but when they do make a
correction, they do so by incorporating the reformulation of the erroneous form as in
recasts (Brown & Hanlon, 1970). Before it came to be called recast in the field of L2
acquisition research, it was first called expansion, which refers to “the systematic
modeling of either the correct or more complete version of the child’s utterance without
calling the child’s attention to the activity” (Dulay, Burt, & Krashen, 1982, p. 326).
Saxton (1997, 2000) found that, even though children are exposed to both the repetition
following a well-formed utterance (i.e., non-corrective repetition) and that following an
ill-formed utterance (i.e., a recast), they are able to notice the negative evidence and
benefit from the positive evidence in recasts (i.e., Direct Contrast Hypothesis).
When researchers found recasts working within the context of child L1
language acquisition, they were motivated to apply theories developed and evidence
observed in that field to L2 foreign language settings.
7Recasts in L2 Acquisition
Focus on form
Long (1991) posited a teaching method, focus on form (FonF), that combines the
advantages of focus on forms and those of focus on meaning. FonF is used during
meaningful communication, and it treats forms only when necessary (i.e., when a
communication breakdown has taken place). In other words, the primary goal of FonF
lessons is that learners’ attention is drawn to linguistic elements only “as they arise
incidentally in lessons whose overriding focus is on meaning or communication” (Long,
1991, pp. 45-46).
Recasts as a focus on form technique
Recasts in particular have been acknowledged as one of the most suitable CF
types for FonF instruction as “recasts draw learners’ attention to mismatches between
input and output, that is, it causes them to focus on form, and can induce the kinds of
forms for which a diet of comprehensible input will not suffice” (Long & Robinson,
1998, p. 23). In other words, recasts possess the double function of providing both
positive evidence and negative evidence simultaneously, and this double function is
considered to be effective in drawing learners’ attention to their IL/TL gap while
maintaining the focus on meaning (Long, 1996, p. 434); thus, recasts are expected to
activate the kind of learning mechanism that may contribute to FonF.
Theoretical Benefits of Recasts
Besides the fact that recasts are potentially the most effective FonF CF technique,
they are advantageous for L2 development for several other reasons. First, the benefits
8of recasts can be discussed from an affective point of view. While some learners feel
embarrassed when being corrected, recasts are known to be less face threatening (Ohta,
2001). This is especially advantageous in classroom settings where young learners,
when they make mistakes, may become overly sensitive to what peers might think. In
addition, it has been hypothesized by some researchers that, when the provider of
recasts is talking about the topic of interest to the learners, they are likely to be
motivated to pay attention to recasts as they are interested in the topic itself (e.g.,
Mackey, 2012).
Secondly, recasts are advantageous from a cognitive point of view. Based on
the learner’s original utterance, recasts are easily comprehended as most of the
linguistic items in them are the same as in the initial learner utterance. In other words,
they allow learners to have attentional resources available for processing the positive
evidence in them for IL/TL comparison (Mackey, 2012).
Thirdly, recasts are also beneficial from teachers’ standpoint. In FonF
classrooms, where speaking is the main purpose, recasts allow teachers to encourage
learners to continue speaking rather than using their time for grammar instruction. In
other words, recasts are less time consuming compared to other CF types such as
explicit correction and metalinguistic clues. These advantages may explain why
recasts are the most widely used CF techniques in FL classrooms (Lyster & Ranta,
1997; Panova & Lyster, 2002; Sheen, 2004).
Limitations of Recasts
As a theoretically promising instructional tool that is widely used by FL teachers,
recasts has been the most investigated CF type by SLA researchers. However, while
9studies have generally suggested that there is a positive effect of recasts on learners’ L2
learning (e.g., Ayoun, 2001; Leeman, 2003; Mackey & Goo, 2007), other studies have
reported concerns about recasts on experimental and theoretical grounds (e.g., Ammar
& Spada, 2006; R. Ellis, 2007). The following sections touch upon possible reasons
why recasts are judged to be unbeneficial by some researchers.
Process Initiated by a Recast
In order to utilize recasts effectively, learners must be able to notice that they are
given a recast for a particular linguistic structure and to shift their attention away from
meaning and toward the erroneous form. At the same time, using the positive
evidence in recasts, learners are expected to identify the mismatch between what they
said (their IL) and what they know to be correct (the TL provided via recasts). In the
end, learners must respond to the recasts, preferably by correcting their original
erroneous utterance (Mackey, Adam, Strafford, & Winke, 2010). This process (Figure
2-1), which consists of noticing, comparing, and integrating, must take place during an
ongoing conversation.
Figure 2-1. Learners’ process when receiving recasts







One critical question is whether all learners have the capability to cognitively
engage in such a procedure.
Learners’ Noticing of Recasts
There is a considerable amount of empirical evidence to show that learners do
not always notice the corrective function of recasts (e.g., Lyster, 1998a, Lyster, 1998b).
In many cases, English as a foreign language (EFL) learners are so absorbed in trying to
understand what the interlocutor is saying that they cannot spare attention to the form of
the language during an interaction. Furthermore, because recasts take the form of a
meaning-focused confirmation of a learner’s message with no explicit clues, they can be
considered fairly implicit and possibly ambiguous as CF. While the Direct Contrast
Hypothesis postulates that children in the context of L1 acquisition are able to detect the
positive and negative evidence in recasts and distinguish them from non-corrective
repetition, this may not be an easy task for L2 learners.
Recasts and Learners’ Subsequent Oral Production
Defining and categorizing uptake
One of the key concepts in research on CF is uptake. Lyster and Ranta (1997)
define uptake as “a student utterance that immediately follows the teacher’s feedback
and that constitutes a reaction in some way to the teacher’s intention to draw attention to
some aspect of the student’s initial utterance” (p. 49). This definition includes a wide
range of learners’ overt and covert immediate responses to CF. The researchers further
subcategorized different types of uptake (i.e., repair, needs-repair modified,
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needs-repair unmodified, acknowledgment) based on how successfully learners are able
to use teachers’ CF in reformulating their original errors.
When corrective feedback is provided by the teacher, it is either followed by
uptake or not (no uptake entails topic continuation or a long period of silence on the part
of the learner). If there is uptake, then the learner’s initial erroneous utterance is
repaired or continues to be in need of repair (needs-repair). Needs-repair is subdivided
into three types: needs-repair modified, needs-repair unmodified, and acknowledgment.
The classification is presented in the diagram below (Figure 2-2). The diagram is
based on Lyster and Ranta’s (1997) uptake model and was adopted by Egi (2010, p. 8).
The definitions are quoted verbatim from Egi (ibid, pp. 8-10).
Figure 2-2. Uptake scheme provided in Egi (2010, p. 8)
Repair:
Learners successfully correct the original erroneous utterance that triggered a
recast by either (a) repeating all or part of the CF or (b) incorporating the CF
into a longer statement (Lyster and Ranta, 1997).
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Needs-repair modified:
Learners modify the problematic form incorrectly or only partially correctly.
Needs-repair unmodified:
Learners repeat the original error with no modifications, express difficulty
responding to the CF linguistically, or circumvent the problematic form
altogether even though the response was clearly a reaction to some aspect of
the CF.
Acknowledgment:
Learners simply acknowledge the CF.
In more recent taxonomical scheme, two general categories have been posited
to classify uptake: modified output and unmodified output. Modified output refers to
learners’ reformulation of their erroneous forms after they are provided with feedback.
Specifically, modified output may be categorized either as repair or as needs-repair
modified. Hence, for learners’ reaction to be identified as modified output, it must
involve some reformulation focused on the error. Within recent interaction research,
researchers acknowledge the value of modified output including repair, i.e.,
modification focused on the error, as they assume that learners’ attempt to reformulate
the erroneous part of their utterance has benefits regardless of whether the reformulation
is targetlike (e.g., Izumi, 2002; McDonough, 2005; see Sheen, 2008, pp. 840-843, for
more comprehensive definitions of uptake, modified output, and repair).
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Previous studies have shown that the production of modified output is
important as it is a sign that learners have noticed the mismatch between their erroneous
utterance and the target utterance in the CF. Furthermore, modified output contributes
to learners’ L2 development. According to Mackey (2012), learners’ output in
response to CF on their erroneous production may “indirectly serve to push learners to
produce more accurate, appropriate, complex, and comprehensible language” (p. 17).
In addition, a view that learners’ production of modified output is a step toward learning
constitutes the theoretical basis of Swain’s (2005) output hypothesis: Modified output
can be seen as a type of pushed output and is considered beneficial to learners as it (a)
encourages hypothesis testing, (b) makes them notice deficiencies in their language
abilities, (c) strengthens existing knowledge representations, and (d) promotes fluency
and automaticity.
In spite of the high frequency in the usage of recasts by teachers in their
classrooms, however, recasts are not effective in eliciting learners’ reformulation of
their erroneous utterances compared to other types of feedback. This is partly due to
the fact that they are not easily noticed and can be misinterpreted as non-corrective
repetition or confirmation. Taking into account that modified output plays a
facilitative role in learners’ language acquisition, the acquisitional value of recasts can
be questioned.
However, recent studies suggest that efficacy of recasts is influenced by various
factors, and one of the prominent factors that may impact the amount of success in
using recasts is salience (e.g., Leeman, 2003). It has been reported that teachers can
and actually do provide recasts in such a way that the negative and positive evidence in
them is made more noticeable. Teachers may be able to overcome the limitations to
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recasts discussed above by using salience-enhanced recasts. This is the topic of the
present dissertation.
CHAPTER 3. TYPES OF RECASTS AND LEARNERS’ UPTAKE
AND MODIFIED OUTPUT
Introduction
Recasts as a form of interactional feedback have attracted considerable
attention in SLA literature (e.g., Ammar & Spada, 2006; Braidi, 2002;). However, the
acquisitional value of recasts have been questioned for the following reasons: (a) recasts
can be ambiguous and therefore difficult for learners to notice and (b) they are thus
unlikely to lead to uptake. However, more recent recast studies have reported that
these problems can be solved by enhancing the salience in recasts, i.e., to make them
more or less explicit, thus sensitizing learners to aspects of the recasts which would
otherwise go unnoticed (e.g., Egi, 2007; Kim & Han, 2007; Loewen & Philp, 2006;
Sheen, 2006). Yet, investigation that attempts to scrutinize the differential effects of
perceptual salience in recasts has just begun, and the present study is intended to build
on this body of research. The study presented in this chapter aims to (a) identify
different types of recasts provided to EFL learners by NS teachers, and (b) investigate
which types of recasts are more likely to invite learners’ uptake.
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Research Questions
The present study aims to build on previous studies in developing a taxonomy
of recasts based on naturally occurring samples of language use in adult L2
communicative interaction and to examine the relationship between the different types
of recasts and learner uptake/modified output. The following research questions
guided the current study:
(RQ 1) What are the main characteristics of recasts found in adult L2
communicative lessons?
(RQ 2) Which of these characteristics of recasts are related to learner
uptake?




The data for this study were collected at a private language school in Tokyo,
Japan. 30 learners participated in this study and each paired with an NS instructor for
a particular lesson. There were 15 native English-speaking instructors available, each
teaching two separate lessons, each attended by a single learner for this study. In this
private language school, lessons in speaking English are conducted in the form of
interaction between an NS instructor and an NNS learner. Learners receive instruction




Thirty 40-minute lessons were recorded on an IC recorder and teacher-learner
interactions were transcribed by the researcher. A total of 569 recast episodes were
found from the data. The coding categories were based, in part, on research by
Loewen and Philp (2006) and Sheen (2006). Definitions of different features of
recasts (some taken from Loewen & Philp, 2006 and Sheen, 2006) are provided below
(Table 3-1) with examples (taken from the recording of the teacher-learner interaction
from the present study).
Table 3-1. Different Features of Recasts, Their Descriptions, and Examples
Feature Description Example
Segmentation
Segmented The recast provides a partial recast of
the learner’s utterance
S: If the desk is dirty
T: Messy
Whole The recast is an entire recast of the
whole trigger utterance
S: Jake’s hobby is make furniture
T: Jake’s hobby is making furniture
Emphasis
Stressed Linguistic item that is recast is given
atypical stress, through pitch,
additional pausing and emphasis
S: I have impatient.
T: I AM impatient
Unstressed Linguistic item that is recast is not
given atypical stress
S: He exercise two or three times a
week.
T: He exercises twice or three times a
week.
Intonation
Rising-tone The recast is provided with rising
intonation
S: There were some problem.
T: There were some problems?
Falling-tone The recast is provided with falling
intonation
S: They like to increasing to expand
their business
T: They’d like to expand their
business.
Verbal cue
Cue The recast is provided with an
additional verbal signal (e.g., ah! or
oh!)
S: Last year did you go to traveling?
T: Ah! Did you go traveling?
Without a cue The recast is provided without an
additional verbal signal





Approval The recast is provided with an
additional sign of approval (e.g.,
That’s right or yes)
S: I like … I like TV show.
T: Yeah. You like TV shows.
Without a sign of
approval
The recast is provided without an
additional sign of approval




Single The recast includes one change to thelearner’s trigger utterance
S: I go to my gym on Sunday.
T: I go to my gym on Sundays
Multiple The recast includes two or morechanges to the learner’s trigger
utterance
S: He present. He do presentation.
T: He’s making a presentation.
Linguistic focus
Morphyosyntactic The recast modifies the morphology
or syntax of the learner’s utterance
S: But Janet want to go to beach.
T: Wants to go
Lexical The recast provides a new or modified
lexical item or phrase (open class
items, e.g., nouns, verbs, adverbs,
adjectives), including recasts of
incorrect prefixes and suffixes
S: A woman is along a man.
T: Besides a man.
Phonological The recast modifies the learner’spronunciation of an item/items
S: They submit a report [repo:to].
T: Report
Multiple focus The recast includes multiple changes,
involving the phonology, the
morphology, the syntax, or the
vocabulary
S: She like green or blue clothes.
T: She likes green and blue clothes
Timing
Interrupting The recast is provided soon after the
occurrence of the learner’s error
S: When I was a student, I’m good at
T: I was good at
Uninterrupting The recast is provided after the learner
has finished his/her utterance
S: They concerned about their job’s
security.
T: They are concerned about their
job’s security
Length
One word The recast contains one word S: I like bargain
T: Bargaining
Two words The recast contains two words S: My responsible are advice for
customer.
T: Giving advice
Three words The recast contains three words S: I medical doctor seventeen years
T: I have been
Four words The recast contains four words S: Two men work on tan
T: Two men are working
Five words The recast contains five words S: Eat breakfast. Nine o’clock I go
to bed.
T: I go to bed at
Six words The recast contains six words S: She went work on the walk.
T: She went to work on foot.
Seven or more words The recast contains seven or morewords
S:Where would you go jogging?




This study focuses on measuring the effectiveness of recasts in terms of the
frequency of learners’ uptake (all forms of learner responses following recasts: repair,
needs-repair modified, needs-repair unmodified, and acknowledgment) and modified
output (repair and needs-repair modified).
Statistical Analysis
Pearson’s chi-square (χ²) tests were used to test the significance in the
relationship between the different characteristics of the recasts and learner
uptake/modified output. The alpha level was set at p < .05. When the analysis
involved variables with more than two coding categories (i.e., when the chi-square table
was larger than 2 x 2), adjusted residuals of greater than 2.0 or less than -2.0 were used
to identify significant differences (see Haberman, 1973; Loewen & Philp, 2006; Sheen,
2006).
Results
From the 569 recast episodes, ten features that may influence the salience of
recasts were found from the present dataset: scope, number of changes, emphasis,
segmentation, intonation, verbal cue, sign of approval, timing, length, and linguistic
focus. In order to answer the series of research questions, recast episodes were
analyzed separately to examine (a) the distribution of different characteristics of recasts
(Research Question 1), (b) the relationship between different characteristics of recasts
and learners’ production of uptake (Research Question 2), and (c) the relationship
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between different characteristics of recasts and learners’ production of modified output
(Research Question 3).
To summarize the results, the data showed a strong tendency in the teachers’
preference for all features except segmentation, length, and timing: a majority of recasts
provided by the teachers were unstressed (92.97%), more likely to be with a falling-tone
(92.62%), with a single change (81.72%), without a cue (93.85%), and without a sign of
approval (92.79%).
The results revealed that learners were better able to produce modified output
following stressed recasts than unstressed recasts (χ² = 5.83, df = 1, p = 0.02) and
following falling-tone recasts than rising-tone recasts (9.67, df = 1, p = 0.00).
Furthermore, learners were better able to produce both uptake and modified output
following segmented recasts than unsegmented recasts (χ² = 24.92, df = 1, p = 0.00 and
χ² = 48.56, df = 1, p = 0.00 respectively); following interrupting recasts than
uninterrupting recasts (χ² = 22.55, df = 1, p = 0.00 and χ² = 30.11, df = 1, p = 0.00
respectively); following recasts without a sign of approval than with a sign of approval
(χ² = 16.29, df = 1, p = 0.00 and χ² = 17.43, df = 1, p = 0.00 respectively). Finally,
learners’ production of uptake and modified output were affected by the length of
recasts (χ² = 60.60, df = 6, p = 0.00 and χ² = 79.01, df = 6, p = 0.00 respectively):
Adjusted residuals indicated that learners were most successful at producing uptake and
modified output following recasts that were less than three words (adjusted residuals >
2.0) and least successful at producing uptake and modified output following five-word
or longer recasts and four-word or longer recasts respectively (adjusted residuals <
-2.0).
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Assessment of segmentation, timing, length, emphasis, linguistic focus,
intonation, the number of changes, presence or absence of a sign of approval, and that of
a verbal cue in terms of learners’ uptake and modified output may be summarized in
Table 3-2.
Table 3-2. Summary of Effect of Features
Uptake ModifiedOutput
Number of changes single change > multiple change p > 0.05 p > 0.05
Emphasis stressed > unstressed p > 0.05 p < 0.05*
Intonation rising-tone < falling-tone p > 0.05 p < 0.05*
Segmentation segmented > whole p < 0.05* p < 0.05*
Timing interrupting > uninterrupting p < 0.05* p < 0.05*
Linguistic Focus lexical > phonological > morphosyntactic p > 0.05 p > 0.05
Verbal cue with cue > without cue p > 0.05 p > 0.05
Approval without approval < with approval p < 0.05* p < 0.05*
Length Less than 3 words, more than 5 words




In this section, only features that were related to both learner uptake and
modified output are discussed. Features that were only related to modified output,
stress and intonation, are mentioned in the conclusion section.
Sign of Approval
Recasts with a sign of approval, e.g., back channeling, decreased learners’
production of uptake and modified output: Learners were less able to respond to recasts
with a sign of approval than those without one. A sign of approval may be perceived
by learners as the following: (a) a sign of encouragement for the interlocutor to continue
talking, (b) a sign of comprehension, (c) a sign of agreement, and (d) emotional
response (Maynard, 1993). Therefore, providing a recast with a sign of approval may
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signal the learner to continue his/her talk without particularly pointing out that a mistake
has been made.
Length, Segmentation, and Timing
The results revealed that the number of words in a recast has an impact on
learners’ ability to provide uptake and modified output. The notable use of recasting in
the form of segmented and interrupting recasts by teachers in their actual practice may
be a reflection of the fact that many of the shorter recasts elicited higher rates of uptake
and modified output than longer ones. Below is an example of a recast that is short,
segmented, and interrupting (Examples 3-2).
(3-2) Short, segmented, and interrupting recast
T: What are you doing this weekend?
S: In this Sunday =
T: = This Sunday.
S: This Sunday, my sister will take a business exam.
The benefits of short, segmented, and interrupting recasts can be discussed in
terms of working memory. According to Baddeley (2003), “Working memory (WM)
involves the temporary storage and manipulation of information that is assumed to be
necessary for a wide range of complex cognitive activities” (p. 189). WM, the
phonological loop in particular, can be a determinant of how much learners can benefit
from recasts. Responsible for handling verbal and acoustic information, the
phonological loop comprises two subcomponents, and one of them, which is closely
related to the effect of recasts, is the phonological store, which holds verbal information
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for short periods of time before the stored information is lost due to decay or
interference (Révész, 2012). Robinson (2005) also explains that, in terms of recasts,
the phonological working memory capacity and speed at which recasts are provided
determine how successfully learners are able to maintain the incorrect learner utterance
and the positive evidence in recasts for further IL/TL comparison. Because
articulation takes place in real time and there is a limit to the capacity of phonological
store, the more information there is to process in recasts, the more likely it is that all or
part of the positive evidence in recasts will fade before it can be rehearsed for
production through modified output.
Furthermore, VanPatten (1990) and Philp (2003) argue that L2 learners find it
difficult to attend to both meaning and form simultaneously. Intervention by teachers
for recasts occurs unexpectedly in the middle of a communicative interaction, and the
task of double processing (semantic and syntactic processing) may be overwhelming for
L2 learners. According to VanPatten (1990), when the focal attention is on meaning,
voluntary attention to form is highly limited for learners in their early stages of learning.
This would also support Mackey’s (1999) interpretation that, when learners are given
input, they are only able to process a limited amount of data at a given point in time.
If it is the case that there is a limit to the amount of information learners are able
to retain in their phonological store, it may be reasonable to assume that the immediacy
of recasts determines learners’ ability to produce uptake and modified output. Thus, a
separate analysis was done on the data obtained for this study to examine whether
learners’ ability to produce uptake and modified output was affected by the distance
between the error and the correction.
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Distance Between the Error and the Target Language Form
Recast episodes were categorized first by (a) the number of words which
learners and teachers uttered between the error and the TL form in the recast then (b) the
relation between these numbers and learners’ uptake and modified output. The results
indicated that learners’ production of uptake and modified output were in fact affected
by the distance of recasts (χ² = 18.62, df = 6, p = 0.01 and χ² = 37.15, df = 6, p = 0.00
respectively). Specifically, they were most successful at producing uptake and
modified output if there were no intervening words between the error and the TL in the
recasts (adjusted residuals > 2.0). In contrast, learners were least successful if the
intervening words exceeded six words (adjusted residuals < -2.0).
The distance between the error and the TL form in the recast seems to be linked
with the difficulty of the learners’ task of producing modified output. A plausible
explanation for this is that, when provided with a recast, learners must shift attention
away from meaning and toward the particular linguistic structure. The further away
the TL form is from the error, the harder it is for learners to scan what he or she said
prior to the recast in order to (a) identify the mismatch between what he or she said and
what he or she knows to be correct (Mackey, Adams, Strafford, & Winke, 2010); (b)
identify the locus of a likely error (Mackey et al., 2010), and (c) retain the positive
evidence until the learner is given the opportunity to reproduce it in the form of
modified output.
Conclusion
The present study showed that some characteristics of recasts can positively (or
negatively) affect learners’ production of uptake and modified output. Specifically,
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adding stress to recasts helps learners to draw their attention to the recasts as well as to
their own erroneous utterance. Furthermore, providing segmented and interrupting
recasts so as to keep the recasts short and close to the erroneous form allows learners to
(a) attend to the form that requires reformulation and (b) retain the positive evidence in
recasts more successfully in their working memory so that it may be used for further
processing. In contrast, providing recasts with a rising tone may be misinterpreted as
confirmation of the content rather than a correction, and providing recasts accompanied
by a sign of approval may mislead learners into thinking that their erroneous utterance
is correct or into interpreting them as a form of a backchannel.
Language teachers today are expected to develop the flexibility to use the most
appropriate teaching tools for their learners. One of the first steps to acquiring such
pedagogical skills is to raise their awareness of their everyday tool. In order to do this,
a scheme which assesses teachers by criteria much like the ones in the European
Portfolio for Student Teachers of Languages (EPOSTL) would need to be formulated.
The study has the following limitations. First, the small sample size should be
taken into consideration. Secondly, this study only covered one of the many possible
types of instructional settings. Thirdly, uptake only covers learners’ immediate
reaction following CF (Lyster & Ranta, 1997) and excludes all cases of delayed
modification or L2 development. Finally, as some features (e.g., segmentation, timing,
length, and distance) are more effective for triggering modified output because they are
less onerous on learners’ cognitive factors, there is a possibility that the results would
change depending on learners’ proficiency and developmental level. Thus, the next
study, in which the same dataset is dealt with, looks at the effect of different recast
features in relation to learner proficiency level.
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CHAPTER 4. TYPES OF RECASTS AND LEARNERS’ UPTAKE
AND MODIFIED OUTPUT PRODUCTION IN RELATION TO
THEIR PROFICIENCY LEVELS
Introduction
Results of the study presented in Chapter 3 showed that some features such as
emphasis, length, segmentation, timing, and distance have a positive effect on learners’
production of modified output for one or both of the following reasons: These features
(a) facilitate learners’ noticing of the positive and/or negative evidence, and (b) make
learners’ IL/TL comparison processing less difficult as they make the TL more
retainable in their WM.
The study in this chapter takes the previous study a step further by not only
comparing learners’ uptake and modified output in relation to different types of recasts
but also taking learners’ proficiency levels into account.
Research Questions
By investigating how learners’ uptake and modified output following CF are
linked to their proficiency level, we would be able to better understand who would
benefit from recasts to what extent. The research question addressed in this chapter,
then, is as follows:
(RQ) Which of the characteristics of recasts found in Chapter 3 are related to




The present study looks at the same data as in Chapter 3: The participants, their
school, the treatment, and the coding scheme are the same. The only difference is that
the data are analyzed in relation to the learners’ proficiency levels. The learners were
beginning, intermediate, or advanced learners, classified according to the assessment
test administered at the school.
Results
Beginning, intermediate, and advanced learners produced modified output
significantly more if the recasts were segmented than if they were not (χ² = 13.06, df = 1,
p = 0.02; χ² = 13.78, df = 1, p = 0.00; χ² = 21.41, df = 1, p = 0.00 respectively).
Similarly, learners at all three levels produced significantly more modified output if the
recasts were interrupting than if they were not (χ² = 6.07, df = 1, p = 0.01; χ² = 13.11, df
= 1, p = 0.00; χ² = 10.22, df = 1, p = 0.00 respectively). However, when the frequency
of modified output produced by learners at different proficiency levels was compared,
the results showed that intermediate learners were the most successful at producing
modified output following the aforementioned types of recasts (adjusted residuals > 2.0).
On the other hand, beginning learners were the least successful of the three groups
(adjusted residuals < -2.0).
As regards length, for the most part, the general tendency was that long recasts
(recasts consisting of five or more words) and distant recasts (recasts with four or more
intervening words) made it significantly more difficult for learners to produce uptake
and modified output, with the exception of (a) beginning learners’ uptake, which did not
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seem to be linked to distance (p > 0.05), and (b) their modified output, which did not
seem to be linked to length or distance (p > 0.05).
Discussion
The Effects of Length and Distance on Learners at Different Proficiency Levels
The results of the study showed that learners at all three proficiency levels were
affected by the two salience enhancement techniques, segmentation and timing.
Consistent with the findings presented in Chapter 3, use of these techniques proved to
be a strong predictor of learners’ production of modified output. The benefits of
segmented and interrupting recasts seem to be that (a) the corrective force in the
aforementioned recasts is made clear, (b) the positive evidence in recasts can be retained
in learners’ memory with ease, and (c) the positive evidence in recasts can thus be
attended to more successfully for IL/TL comparison, resulting in the production of
modified output. Other advantages of segmented and interrupting recasts are that they
make the recasts shorter and the distance between the error and TL in recasts closer.
However, while the length of recasts did influence beginning learners’
production of uptake, it did not affect their production of modified output.
Furthermore, these learners were not affected by the distance. A question which
naturally arises, then, is: Why was beginning learners’ production of modified output
not affected by the length and distance?
A possible explanation of this outcome is that, unlike salience enhancement
techniques, which draw learners’ attention to their errors and thus lighten the burden on
their working memory when they attempt to respond to recasts, length and distance
have a direct bearing on the weight of the cognitive load which they must bear when
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doing so. Intermediate and advanced learners were provided with recasts targeted
toward a wide array of errors ranging in its degree of difficulty. Furthermore, the
activities that the aforementioned learners engaged in were more cognitively demanding
and more communicatively oriented. It stands to reason that recasts worked better if
they were provided immediately and contained only the part that needs reformulation.
By contrast, the recasts which beginning learners received were distributed over a rather
narrow range of grammatical structures and lexical items. This means that, as
compared with the case of advanced and intermediate learners, the degree to which
beginning learners depended on their working memory capacity for appropriate
response to recasts varied less regardless of what recasts they received. If this is
indeed the case, it constitutes a plausible explanation of the tendency that beginning
learners’ success in providing modified output was affected less by the length and
distance than by the degree to which they noticed the corrective force in recasts, made
clear by salience enhancement techniques.
On a different note, although the focus of this study was to look into the rate of
uptake and modified output for learners at different proficiency levels in relation to the
different features, and it was not intended to examine the overall rate of uptake and
modified output, an interesting pattern was found when the overall average uptake and
modified output rates of the three proficiency levels were examined. The intermediate
learners’ overall uptake and modified output production was the highest, and advanced
learners’ rate dropped to a level close to that of the beginning learners. An analysis of
this outcome is presented next.
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Learners’ Levels and Production of Uptake: An inverted-V-shaped pattern
The relation between the overall uptake and modified output rate and the level of
the learners is an interesting one. The intermediate learners were the best, followed by
the advanced learners, and then by the beginning learners. In fact, the chi-square
results revealed that there was a significant difference between the three types of
learners in their production of uptake and modified output (χ² = 31.33, df = 2, p = 0.00
and χ² = 22.76, df = 2, p = 0.00 respectively). Specifically, the adjusted residuals
showed that (a) it was the intermediate learners who were the most successful at
producing uptake and modified output (adjusted residuals > 2.0) while (b) beginning
learners were the least successful at producing uptake and modified output (adjusted
residuals < -2.0) among the three groups of learners.
In regard to the reason why intermediate learners produced a higher rate of uptake
and modified output than beginning learners, it can be assumed that on the one hand
intermediate learners were more sensitive to their own errors and more skilled in
attending to recasts. On the other hand, beginning learners’ limitations in producing
uptake and modified output may be attributed to their lack of attentional capacity and
linguistic competence. However, while it is natural to predict that the rate of modified
output would increase as the proficiency level increases, this was not the case, with the
advanced learners’ performance falling short of the intermediate learners’.
Uptake Rates and What They Suggest About Fossilization
Contrary to what one would expect, recasts did not work so well for eliciting
uptake and modified output from advanced learners as they did for eliciting them from
intermediate learners. One possible explanation for this outcome is that the advanced
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learners in the study engaged in more communicatively-oriented activities than the other
learners. Therefore, the advanced learners’ attention may have been directed to
content rather than the language forms. This factor may have affected the results for
one of several reasons. First, the learners may have failed to notice the recast because
their attention was directed fully to their communicative task. It is possible, for
example, that the interaction in which the learners were engaged was so intensely
meaning-oriented that they did not assume that any part of their interlocutor’s utterance
would be devoted to correction on a linguistic level. Second, even though the learners
may have noticed the recasts, they may deliberately have chosen to maintain the
communication flow rather than produce uptake. Third, learners may have noticed the
recast but could have made a judgment that the error was not worth reformulating as the
meaning was being successfully delivered. Fourth, their over-confidence may have
made them complacent about their proficiency in the TL. Any one of those points can
suggest a possible explanation of how fossilization, a situation where learners cease to
make progress toward becoming more native-like, occurs in second language
acquisition (e.g., Bley-Vroman, 1989).
It is believed that learners rapidly progress in language development until some
point when this progression seems to decrease in speed or even stops. There are many
theories and hypotheses to explain this phenomenon (e.g., Gass & Selinker, 2008; Han,
2004; Han, 2011; Han & Selinker, 1999). According to Hammond (1988), this
linguistic stagnation seems to “coincide with a linguistic level at which the student has
achieved a certain control over self-expression (at least in a minimally functional form)
in the second language” (p. 413). The learners assigned to the advanced level had
enough linguistic competence to communicate without having much difficulty in
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delivering their meaning to the teacher. This confidence may have allowed them to
care less about grammatical accuracy, as long as their interlocutors understood what was
meant, than beginning and intermediate learners. Eventually, advanced learners may
have learned to prioritize only those corrections which are particularly relevant to
advancing their L2 development, allowing low-priority grammatical points to fossilize.
Conclusion
The study presented in this chapter shows that segmentation, timing, length,
and distance can all positively affect at least some learners’ ability to provide modified
output. The capacity of these recasting techniques is related to learners’ proficiency
levels. Furthermore, we found that intermediate learners are better able to produce
uptake and modified output following recasts regardless of how they are presented to
them.
The findings of the present study provide us with valuable pedagogical
implications. FL teachers may need to adjust their CF provision according to their
learners. The study has shown that L2 learners, even learners at a high proficiency
level, do not have the ability or willingness to always observe their own speech
critically enough to detect the differences between their interlanguage and the target
language. Errors that do not get reformulated have a potential of becoming habitual,
and once they do become habitual, they tend to be perpetuated (Han, 2004). Thus,
teachers should try to raise learners’ awareness of habitual errors before they reach the
ultimate stage of fossilization. When recasts, even those with high salience, do not
work, it may be better to consider other CF types that require learners’ reformulation.
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The limitations mentioned in Chapter 3 all apply to this study as it uses the
same data and methods. The greatest limitation of the study in Chapter 4 is that data
are processed in a framework in which the more complicated the taxonomy becomes,
the smaller the cell counts, presenting a trade-off between appropriateness of
classification on one hand and statistical accuracy on the other. Another limitation is
that the proficiency levels set up in the study only pertained to a particular school rather
than levels which are generally applicable to all learners.
Despite the above limitations, the results of the studies presented in Chapters 3
and 4 nevertheless show that segmentation and timing are two valuable characteristics
in eliciting learner uptake and modified output. We shall now see, in the next chapter,
if these two types of recasts can also affect learners’ more lasting L2 development.
CHAPTER 5. THE EFFECTS OF SEGMENTED AND
INTERRUPTING RECASTS ON L2 DEVELOPMENT
Introduction
With the frequency of learner uptake and modified output used as a measure to
examine the effectiveness of different types of recasts, two features, segmentation and
timing, were found to be particularly valuable at all proficiency levels. Thus, these
features deserve further investigation. While some researchers propose that uptake,
especially in the form of modified output, is a sign that learners have taken a step
toward learning (Loewen, 2005, p.382), others argue that equating the production of any
kind of uptake with noticing and/or L2 development could be problematic as there are
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research results that show that, despite the absence of uptake, recasts have been
associated with noticing and short-term development (e.g., Mackey & Philp, 1998). In
other words, it does not necessarily mean that the absence of uptake should be
interpreted as learners’ failure to notice recasts or as an indication that learning has not
taken place. The controversy makes it necessary to conduct an experimental study that
looks at the effect of recast features on learners’ long-term L2 development if we are to
truly understand how much segmented and interrupting recasts contribute to learners’
SLA.
Research Questions
The study that is presented in this chapter was conducted to investigate whether
the two recast types that were successful at eliciting learner uptake and modified output,
segmented and interrupting recasts, contribute to learners’ long-term L2 development.
The following research questions guided the current study:
(RQ 1) Do three groups of learners receiving segmented, interrupting, and
unsalient recasts respectively gain accuracy in their production of the present
tense do-fronting question forms?
(RQ 2) How do those three groups of learners compare with each other in their
production of the present tense do-fronting question forms?
(RQ 3) Do the three groups of learners each gain accuracy in their production
of the present tense do-second question forms?
(RQ 4) How do those three groups of learners compare with each other in their




The participants were 41 native Japanese-speaking learners, each of them a
freshman at one of two different private universities in Tokyo and its vicinities. The
learners were divided into three groups: two experimental groups and one control group.
The researcher was the one that conducted all of the treatment tasks for the present
study, playing the role of the teacher for these learners.
Recasts
Experimental Group 1 received segmented recasts; Experimental Group 2
received interrupting recasts; the Control Group received what are called unsalient
recasts in Takahashi (2014) i.e., recasts without salience enhancement. The learners
received recasts whenever they made an error about specific target forms.
Target Structures
The structures targeted in this study were two types of present tense question
forms: (a) questions beginning with do or does (e.g., “Do you like to play sports?” and
“Does she go to bed early?”), referred to as do-fronting question forms hereafter, and
(b) questions beginning with wh-question words followed by do or does (e.g., “Where




The study employed a pretest-immediate posttest-delayed posttest design.
The learners participated in three treatment sessions and completed three tests over a
13-week period. The pretest was administered in week 1, the immediate posttest in
week 5, and the delayed posttest in week 13.
Treatment tasks
Learners in the segmented, interrupting, and unsalient recasts groups
participated in the treatment sessions separately, learners in each group divided into
subgroups of seven to ten. The first and second treatment sessions required learners to
interview each other with a task goal: getting to know each other. The third treatment
session required learners to interview each other with a task goal: finding a roommate or
roommates.
Pretest, immediate posttest, and delayed posttest
Learners in all three groups took a written pretest, a written immediate posttest,
and a written delayed posttest. All the tests took the form of sentence unscrambling
task. They were given 30 dialogues, each consisting of two turns, of which the second
one was given to provide the context. The first turn was given in the form of a series
of words arranged randomly with one unnecessary word included in the series to
minimize the possibility of success on the basis of guessing. The learners were asked
to put the words in the right order, eliminating the one unnecessary word. Ten
sentences tested learners on their knowledge of do-fronting question forms; ten
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sentences knowledge of do-second question forms; ten sentences, included as distractors,
were either declarative sentences or sentences of other question forms.
Analysis
In order to answer the research questions, a one-way ANOVA test was run on
the pretest scores to ensure homogeneity. Then, a two-way repeated measures ANOVA
test was conducted in order to answer the research questions. The alpha level was set
at p < 0.05.
Results
Do-Fronting Question Forms
After ensuring that the participants were homogenous at the point of the pretest
(F(2, 38) = 0.49, p = 0.62), the three test scores, namely, those of the pretest, the
immediate posttest, and the delayed posttest, were analyzed. The descriptive statistics
of the do-fronting question forms for the three groups across the three testing times are
displayed in Table 5-1.




Deviation Std Error Lower Bound Upper Bound
Pretest
Segmented 24.29 17.85 5.24 13.68 34.89
Interrupting 31.43 20.33 5.24 20.82 42.04
Unsalient 29.23 29.23 5.44 18.22 40.24
Immediate
Posttest
Segmented 30.77 23.26 7.19 17.58 46.71
Interrupting 50.00 34.19 7.19 35.44 64.56
Unsalient 30.77 30.77 7.47 15.66 45.88
Delayed
Posttest
Segmented 43.08 19.85 6.28 40.87 66.28
Interrupting 45.00 24.1 6.28 32.3 57.7
Unsalient 43.08 43.08 6.51 29.89 56.26
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The Mauchly’s Test of Sphericity indicated that the assumption of sphericity had
not been violated (χ2(2) = 0.98, p = 0.70). In order to answer Research Question 1 (i.e.,
significance for time), within-subject analysis was calculated. A significant main
effect for time was found (F(2, 76) = 12.48, p = 0.00); in other words, the groups’ test
scores at the three testing times changed over time. Furthermore, there was a
significant interaction effect: time x groups (F(4,76) = 2.64, p = 0.04); in other words,
the groups’ test scores changed over time but changed in different ways.
The three groups were next examined separately to find out which groups’ gains
contributed to this outcome. A Bonferroni post hoc test revealed that the mean score
of learners in the unsalient recasts group did not differ significantly between the three
testing times (F(2, 24) = 3.23, p = 0.06). As for learners in the segmented recasts
group, the results revealed that the learners’ increase in scores from the immediate
posttest to the delayed posttest was significant (p = 0.02) and the mean score from the
pretest to the delayed posttest was also significant (p = 0.00). As regards interrupting
recasts group, scores achieved by learners in this group also differed significantly
between the three testing times (F(2, 26) = 3.76, p = 0.04). However, the pairwise
comparison showed that there was no significant difference between any two of the
three testing times.
Lastly, in order to answer Research Question 2 concerning differential effects
among groups, a between-subjects analysis was conducted. This analysis revealed no
difference among groups (F(2, 38) = 0.61, p = 0.55); in other words, the gains in scores
of the three groups were not different in relation to each other.
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Do-Second Question Forms
After ensuring that the participants were homogenous at the point of the pretest
(F(2, 38) = 1.19, p = 0.21), the three test scores, namely, those of the pretest, the
immediate posttest, and the delayed posttest, were next analyzed. The descriptive
statistics of the do-second question forms for the three groups across the three testing
times are displayed in Table 5-2.










Segmented 45.71 19.50 5.21 34.46 56.97
Interrupting 52.86 23.01 6.15 39.57 66.15
Unsalient 60.77 16.05 4.45 51.07 70.47
Immediate
Posttest
Segmented 59.29 22 5.88 46.58 71.99
Interrupting 68.57 17.91 4.79 58.32 78.91
Unsalient 60.77 25.97 7.20 45.08 76.46
Delayed
Posttest
Segmented 67.14 12.67 3.39 59.83 74.46
Interrupting 71.43 24.76 6.62 57.13 85.73
Unsalient 52.31 23.86 6.62 37.89 66.73
Before the data were analyzed, Mauchly’s Test of Sphericity was conducted.
The assumption of sphericity had not been violated, (χ2(2) = 0.43, p = 0.81). In order
to answer Research Question 3 (i.e., significance for time), within-subject analysis was
conducted. A significant main effect for time was found, (F(2, 76) = 4.34, p = 0.02);
in other words, the groups’ test scores in the three testing times changed over time.
Moreover, there was a significant interaction effect: time x groups (F(4,76) = 2.84, p =
0.03), which means that the three groups’ test scores changed over time but changed
differently.
The three groups were next examined separately to find out which groups’
gains contributed to this outcome. A Bonferroni post hoc test revealed that the mean
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scores of learners in the unsalient recasts group did not differ significantly between the
three testing times (F(2, 24) = 0.97, p = 0.40). As regards the learners in the
segmented recasts group, the results revealed a significant difference between the three
testing times (F(2, 26) = 5.11, p = 0.01). The post hoc test revealed that learners’ gains
of the mean scores from the pretest to the delayed posttest were significant (p = 0.00).
As regards interrupting recasts group, the results revealed that there was a significant
difference between the three testing times (F(2, 26) = 4.23, p = 0.03). Learners were
able to make significant gains from the pretest to the immediate posttest (p = 0.01).
Finally, in order to answer Research Question 4 concerning differential effects
among groups, a between-subjects analysis was conducted. This analysis revealed no
difference among groups (F(2, 38) = 0.91, p = 0.41), which means that the gains in
scores of the three groups were not different in relation to each other.
Discussion
The Benefits of Segmented and Interrupting Recasts
Four advantages of segmented and interrupting recasts may be identified. The
first three points reiterate what have already been discussed in previous chapters.
Firstly, recasts of those types allow learners to properly regard them as correction rather
than perceive them by mistake as confirmation, a mistake which points to a possible
disadvantage of unsalient recasts. Secondly, segmented and interrupting recasts focus
on the error more clearly as the teacher’s utterance only contains the positive evidence
that requires learners’ attention. Thirdly, in the case of segmented and interrupting
recasts, the IL/TL juxtaposition helps learners to notice the gap more easily. Finally,
from this study we found that segmented and interrupting recasts triggered extended
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negotiations more than unsalient recasts. Extended negotiation triggered by segmented
and interrupting recasts may have a positive effect on learners as (a) the error is
highlighted, (b) if multiple errors are involved, the positive evidence is provided in
small pieces, making learners’ work on each error manageable and providing them with
an opportunity for repeated practice. This type of negotiation can in fact be considered
negotiation of form (this term was first introduced in Lyster, 1994), which is “the
provision of corrective feedback that encourages self-repair involving accuracy and
precision and not merely comprehensibility” (Lyster & Ranta, 1997, p. 42). One of the
benefits of negotiation of form, according to Lyster, is that it provides learners with
opportunities to make form-function links while maintaining mutuality inherent in
negotiation (Lyster, 2001).
Despite the above advantages shared by the segmented and interrupting recasts,
only the segmented recasts group was able to make significant gains from the point of
the pretest to the point of the delayed posttest.
Long-Term Benefits of Segmented Recasts
There are three possible reasons which explain why learners in the
interrupting recasts group were not able to maintain their progress over time.
Interrupting recasts occur immediately after the occurrence of the error, which means
that when the error is committed at the beginning of a sentence, learners will be
interrupted abruptly and immediately. While interrupting recasts have their advantages,
their possible counterproductive effects are worth considering.
First, because learners are interrupted in the middle of a sentence, they do not
undergo as much training in constructing whole sentences as they would in the case of
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segmented recasts. Furthermore, because the positive evidence is given before the
end of the sentence involving an error, learners may not be able to analyze the evidence
in the framework of a complete sentence. Due to these factors, the level at which
learners analyze the evidence is not as deep as it would be if they were not interrupted.
Second, despite the lack of deep analysis of the positive evidence as mentioned
above, learners are nevertheless able to produce the correct words more easily after
interrupting recasts than they would be after other kinds of recasts. This “false success”
has an adverse effect on learners. They might feel that they can depend on teacher CF
for error-free performance, developing the habit of saying whatever comes to mind
without monitoring their speech.
Third, interrupting recasts take away opportunities for learners’ self-generated
repair, i.e. self-correction made by the learner who committed the initial error (Lyster &
Panova, 2002). The production of self-repair is known to be especially beneficial for
L2 development because, in order to produce self-repair, learners need to (a) actively
monitor their own speech and detect a possible IL form and (b) retrieve the correct TL
knowledge from their memory (Lyster & Panova, 2002).
Recasts of Do-fronting and Do-Second Question Forms
The long-term benefits of segmented recasts manifest themselves in the
long-term gains in the performance of learners who received such recasts of both the
do-fronting question forms and of the do-second question forms. However, some data
were obtained which seem to contradict this general tendency. As for do-second
question forms, learners who received interrupting recasts achieved short-term gains
while those who received segmented recasts did not. As these are the only data which
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suggest the superiority of interrupting recasts, there seems to be a case for saying that
interrupting recasts help learners only with do-second question forms, only in the short
term. This is an interesting finding, as according to Pienemann and Johnston’s (1986)
developmental sequence, do-second question forms are placed at a more advanced stage
(stage 5) than do-fronting question forms (stage 3). We would expect learners to have
been able to gain accuracy with do-fronting forms more easily than do-second forms.
A possible explanation for this is that the reported order of emergence (Pienemann,
1999, 2007), originally found in L1 development rather than L2 development, governs
L2 students’ learning of question forms only loosely. Another point which is worth
remembering is the fundamental difference between the setup of Pienemann and
Johnston’s study and that of ours. All this explanation is yet to be substantiated but is
certainly worth further research.
Conclusion
To summarize, segmented and interrupting recasts may be considered
potentially more beneficial for learners than unsalient recasts. Furthermore, given that
only segmented recasts had a long-term effect and had a positive effect on both
do-fronting and do-second forms, it can be hypothesized that forms that are restructured
through segmented recasts are more durable in learners’ memory than those restructured
through interrupting recasts because learners receiving segmented recasts go through a
deeper level of analysis.
Some limitations to this study should be acknowledged when interpreting its
results. First, the sample size, the relatively small amount of time devoted to treatment
sessions, and the short time frame in which the entire study was conducted all reduce
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the validity of any generalization. Second, the type of pretest and posttests may have
skewed the data. Third, the tasks in the present study required learners to heavily
focus on the production of question forms, which may have heightened learners’
awareness of recasts targeted toward those forms, a phenomenon that should have been
avoided in view of the purpose of the experiment. Fourth, a study that includes
learners’ verbal reports would have furthered our understanding of the relationship
between learners’ perception of recasts and their L2 development. Fifth, this study
only treated do-fronting (stage 3) and do-second (stage 5) forms; however, if some
forms in stage 4 (e.g., “Where have you travelled?”) had been covered as well, more
data would have been obtained about the hierarchy in complexity mentioned in
Pienmann and Johnston (1986).
In spite of these limitations, the present study provides evidence that the degree
to which learners benefit from recasts seems to depend on how they are provided; thus,
one additional variable that needs further investigation is the interlocutor, the provider
of recasts.
CHAPTER 6. EFL TEACHERS’ L1 BACKGRUONDS AND THE
CHARACTERISTICS OF THEIR CORRECTIVE FEEDBACK
Introduction
The studies conducted up to this point have revealed that segmenting and
interrupting, i.e. two salience enhancement techniques for providing recasts, help elicit
learners’ modified output and lead to their L2 development. As FL teachers are one of
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the main sources of CF, they play a key role in improving learners’ L2 during a
communicative interaction.
Considering the importance of teachers as a variable which affects the efficacy
of CF, it has not necessarily received the attention it deserves in SLA research: While
there are a number of studies that focus on the efficacy of CF strategies from learners’
standpoint (e.g., Li, 2010; Mackey & Goo, 2007; Russell & Spada, 2006), research that
focuses on the provider of CF, i.e., the FL teacher, has not yet been done as extensively.
Moreover, of the studies that have been conducted to investigate interlocutor effect, a
majority have focused on NS teachers (e.g., Oliver, 1995; Philp, 2003). However, in
countries such as Japan, where NNSs account for a large segment of the EFL teacher
population, it will be worthwhile to conduct research that examines how NNS and NS
teachers provide recasts and investigate whether the two types of teachers provide
recasts differently and, if so, what reasons there are for the differences. This is what
the final study purports to do.
Research Questions
Given that the way in which teachers provide CF may be affected by their beliefs
and also by their on-the-spot decisions during actual interactions, it will be worthwhile
to conduct research in this area focusing on the psychological and motivational aspects
of NS and NNS teachers’ way of providing recasts and other CF, with special reference
to the difference between these two types of teachers.
(RQ1) How often do NS and NNS teachers use segmented and interrupting
recasts for morphosyntactic, lexical, and phonological errors?
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(RQ2) Do NS and NNS teachers use segmented and interrupting recasts
intentionally?
(RQ3) Does NS and NNS teachers’ performance in dealing with
morphosyntactic, lexical, and phonological errors correspond with their beliefs
and perceptions about how much CF should be provided for each of those three
types of errors?
(RQ4) Does NS and NNS teachers’ performance in CF provision for
morphosyntactic, lexical, and phonological errors correspond with their beliefs
and perceptions about what proportion of it should be implicit when dealing
with each of those three types of errors?
Method
Participants
12 NNS teachers and 12 NS teachers teaching English in Japan participated in the
present study. The teachers work in public/private elementary/middle/high schools.
Procedure
The study consists of three parts. First, the teachers completed a background
questionnaire and a beliefs/perceptions questionnaire. The beliefs/perceptions
questionnaire asked the teachers their perceptions on (a) how often they think they
correct their learners’ morphosyntactic, lexical, and phonological errors, and (b) what
percentage of those errors they think they correct in the form of implicit CF and what
percentage in the form of explicit CF. To collect data on their beliefs, they were also
asked to provide reasons for their answers. Second, they were paired with the
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researcher, who played the role of an L2 speaking student, and the student did a story
retelling task. During this task, the researcher, in her role of the student, uttered an
even number of sentences in each of the four categories, namely, five sentences
containing phonological errors, five containing lexical errors, five morphosyntactic
errors, and five error-free sentences as distracters. As there were 12 NS and 12 NNS
teachers, and as each teacher was exposed to 15 errors planted in the student’s
utterances, the total number of instances where there was an opportunity to provide CF
was 180 (12 x 15) for either group of teachers. Finally, a stimulated recall (SR)
interview session took place immediately after the second part. During the SR
interview session, they were asked questions which helped the researcher obtain
information about reasons for their on-the-spot decision-making and beliefs/perceptions
regarding their provision of recasts and regarding their provision of CF in general.
Results and Discussion
Research Question 1
The results revealed that NS teachers provided recasts about 70% of
morphosyntactic and lexical errors but only provided recasts about 30% of phonological
errors. On the other hand, in general NNS teachers did not provide many recasts: 40%
of morphosyntactic errors and only 5% and 10% of lexical and phonological errors
respectively. Of those recasts, NS and NNS teachers relied heavily on segmented
recasts (approximately 88% and 97% respectively); interrupting recasts were not
frequent (approximately 16% and 17% respectively). The tendency to use segmented




Although, there were some teachers (mostly NNS teachers) who were aware of
having provided a recast and yet were unable to provide reasons why they segmented
learners’ utterances, a majority of teachers, including NSs and NNSs, seemed to
acknowledge the theoretical benefits of segmented recasts. According to the SR
interview comments from teachers who used segmentation as a strategy, it was from the
learners’ standpoint that they had provided such recasts: Many of the teachers believed
that segmented recasts facilitate learners’ noticing of the corrective intent in them,
helping learners to utilize the positive evidence for IL/TL comparison.
Next, we turn to interrupting recasts. There was a difference between NS and
NNS teachers in the extent to which recasts of this type were provided. While six NS
teachers utilized interrupting recasts, only two NNS teachers did the same. Most of
the NS teachers (five teachers) who used interrupting recasts were able to provide a
rationale for using such recasts. When NS and NNS teachers are compared, it may be
safely said that it was in consideration of the benefit for students that most NS teachers
chose to provide interrupting recasts while NNS teachers, when providing interrupting
recasts, did not have as clear a reason as NS teachers.
Overall, the findings show that both types of teachers used segmentation as a
technique when providing recasts (intentionally or not); however, interruption was not a
technique that was widely used by the teachers of either type.
Teachers’ Performance and Beliefs/Perceptions
During the learner-teacher interaction, teachers were asked to correct any errors
that they wished to treat but only in the form of implicit CF. Some errors were left
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uncorrected, however. In the SR interview conducted immediately after this
interaction, they were given the opportunity to explain why they chose not to correct
some errors. By the use of triangulation of data (i.e., comments given during the SR
interviews, analysis of actual performance, and responses to the beliefs/perceptions
questionnaire), an understanding was reached as to how much teacher perception/beliefs
about CF and their actual performance coincided.
Morphosyntactic errors
Only four NS teachers think that they correct over 50% of learners’
morphosyntactic errors in their everyday classwork. Some of the shared beliefs
amongst the NS teachers who said that they would rather let some errors go uncorrected
were: (a) morphosyntactic errors do not require correction as long as what the learner is
saying can be understood, (b) overcorrection may impede the flow of communication,
and (c) correction runs the risk of damaging learners’ motivation and confidence.
Furthermore, many of the NS teachers said that they usually correct morphosytnactic
errors implicitly. The commonly shared belief on this issue mainly centered around
learners’ affective factors: They seem to take upmost care in not demotivating learners
and hurting their confidence. However, the extent to which the teachers were able to
put their beliefs into effect depended on the individual teachers.
As opposed to NS teachers, more NNS teachers said that they prefer to correct
learners’ morphosyntactic errors frequently with explicit CF. Many of these teachers
believe that (a) learners are better able to understand the nature of their errors if they are
corrected explicitly rather than implicitly because implicit correction is unnoticeable for
them and (b) strict correction for morphosyntactic errors is important as many of the
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classes they teach are form-focused. As was the case for NS teachers, the degree to
which NNS teachers were able to put their beliefs into practice depended on individual
teachers. However, none of the teachers were able to completely match their beliefs
with their performance. One apparent factor that prevented all of the NNS teachers
from materializing their beliefs was limitation in their proficiency: NNS teachers were
sometimes not able to correct the learner’s morphosynactic errors because (a) they could
not notice them, (b) they could not decide how to correct them, and (c) they were
uncertain of whether the learner utterances were erroneous or not.
Lexical errors
NS teachers’ perceptions about how often they correct lexical errors were
divided. While half of the teachers said that they correct 50% or less of the lexical
errors, the other half of them said that they correct over 50% of them in their day-to-day
classwork. The latter believe that lexical errors affect comprehension and thus need to
be treated to avoid misunderstanding. The teachers who said that lexical errors do not
need to be corrected so frequently gave reasons similar to those for not correcting
morphosyntactic errors. As regards how they would like to treat lexical errors, most of
the NS teachers expressed a strong preference for the use of implicit CF: In the opinion
of many of the NS teachers who advocate the use of explicit CF, lexical errors, unlike
morphosyntactic errors, are usually committed because learners do not have adequate
vocabulary and thus learners need to be explicitly provided with new words. While
the teachers were consistent in their perceptions/beliefs and performance in regard to the
amount of CF, their perceptions/beliefs about how they would like to correct and how
they actually do correct lexical errors were somewhat inconsistent.
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While NNS teachers were slightly less lenient toward lexical errors when
compared to morphosyntactic errors, still half of the NNS teachers said that they usually
correct over 50% of the lexical errors in their day-to-day classwork. The main reason
for correcting lexical errors was similar to that given by NS teachers: Those errors that
may impact comprehension deserve correction. Seven teachers said that they correct
lexical errors explicitly, four teachers said that they prefer to use implicit correction, and
one teacher said it would be a fifty-fifty choice. Similar to their reasons for
morphosyntactic errors, those teachers who prefer to use explicit CF mentioned that
explicit CF is more efficient for allowing learners’ to understand how their errors are
incorrect, promoting learners’ comprehension, and triggering noticing of the gap
between their IL and TL. However, based upon the fact that there were only two errors
that were corrected by our group of NNS teachers, when there were sixty errors that
could have been corrected, and yet there were only two comments that expressed their
desire to use explicit CF, their beliefs and performance do not seem to match. Once
again, the SR interview revealed that the real reason why NNS teachers did not provide
CF was not that they did not want to but rather that they could not: Over ninety percent
of the errors were not corrected because the teachers were not able to notice the
learner’s lexical errors.
Phonological errors
As in the case of lexical errors, NS teachers’ perceptions about the frequency of
CF provision toward learners’ phonological errors in their day-to-day classwork were
split: While six NS teachers said that they correct them frequently, five teachers said
that they dismiss many of them, and one teacher said that he corrects them about 50% of
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the time. This discrepancy was rooted in the way the teachers perceive their
responsibilities as NS teachers. Five teachers said that they correct phonological errors
explicitly and the rest said that they correct them implicitly. As in the case of lexical
errors, CF provision for phonological errors seems to depend on the individual teachers’
beliefs. The teachers who prefer explicit CF for phonological errors commented that
the only way phonology can be taught is by explicitly telling them how to correct their
mispronunciation (e.g., teaching tongue movements). In contrast, the teachers who
prefer implicit CF said that as long as their pronunciation is comprehensible it does not
need to be treated overtly. Interestingly, however, NS teachers were not able to notice
specific phonological errors (approximately 37% of the errors) and thus those errors
were not treated at all.
Five NNS teachers said that they correct phonological errors frequently
because they hold a strong belief that pronunciation plays an important role in
communication. On the other hand, four teachers believe that phonological errors
should be tolerated as long as the pronunciation is comprehensible and thus said that
they do not correct them frequently. The rest of the teachers said they correct
phonological errors 50% of the time. As regards how they perceive their day-to-day
CF provision toward phonological errors, eight teachers said that they correct them
explicitly; the rest said they prefer the use of implicit CF. As in the case for lexical
and morphosyntactic errors, the teachers’ preference for explicit CF is rooted in their
belief that learners utilize explicit CF more efficiently than implicit CF. However, in
reality, most of the phonological errors were unnoticed by the teachers, and thus only a
few of them were treated with corrections. In other words, their inability to notice
learner errors, once again, held them back from putting their beliefs into practice.
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NNS Teachers’ Failure to Notice Errors
While SLA literature generally focuses on the usefulness of CF from learners’
standpoint, there is a need to pay attention to its usefulness from teachers’ point of view:
There may be problems that teachers face when providing CF. In fact, it is not difficult
to imagine that, when NNS teachers, who are themselves L2 speakers, encounter
unpredictable errors during ongoing communication, limitations to their language
proficiency can be a hindrance to their ability to provide CF. If we perceive the
production of uptake to be a goal for learners in utilizing recasts, theoretically this
cannot be achieved unless learners are able to notice the negative evidence in recasts
and at the same time compare the TL form in recasts with the IL form that they have
produced. Similarly, if we perceive the production of recasts to be a goal for teachers,
this cannot be achieved unless teachers are able to notice the learners’ error and at the
same time compare it with the corresponding TL form. In other words, both teachers
and learners need to have the ability to notice and the ability to compare if they are to
successfully go through their respective processes. However, because NNS teachers
only have limited proficiency in the TL, they turn out to have precisely the same
challenges as the learners as far as noticing and comparison are concerned. This
challenge that NNS teachers face is a factor that is often overlooked.
NS Teachers’ Failure to Notice as Regards Phonological Errors
When the transcriptions of the feedback session were examined, a certain pattern
emerged about the way in which some errors were corrected and others were not. The
errors which were almost uniformly noticed were clothes (/ˈkloʊðɪz/, 12 of 12 NSs), 
very (/ˈberi/, 11 of 12 NSs), and present (/ˈplezənt/, 10 of 12 NSs).  In contrast, happy
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(/ˈhapi/) was noticed only by 2 teachers; then (/ˈzen/) only by 3.  In other words, there 
was a considerable discrepancy between their performance on clothes, present, and very
on one hand, and that on happy and then on the other. It may well be that the
difference between the teachers’ performance on the former and that on the latter is a
reflection of the difference between discrete and continuous difference: If there is
discrete difference between IL and TL forms, the IL form is likely to be perceived
clearly as an error. By contrast, teachers show less sensitivity to continuous difference
between the two forms, possibly due to the blurred level of acceptability of the IL form.
More data should be collected in the future which will bring us closer to a more
plausible conclusion regarding the NS and NNS teachers’ tendency in recognizing and
correcting phonological errors.
Conclusion
It was found out that both NS and NNS teachers provided segmented recasts
frequently, and they did so with a clear intention in mind. In contrast, interrupting
recasts were not as frequently used by NS teachers and rarely used by NNS teachers.
While the NS teachers who applied interrupting recasts acknowledged the importance of
immediacy involved in those recasts, the two NNS teachers’ reasons for using
interrupting recasts were vague. Secondly, our results showed that there was a
relatively consistent match between NS teachers’ provision of CF and their
beliefs/perceptions about the quantity and quality of such CF in regard to
morphoysyntactic and lexical errors, and yet inconsistencies were found for
phonological errors; NNS teachers were inconsistent all across the three linguistic
focuses including phonology. The inconsistency is attributed to teachers’ limitations to
54
their ability to notice learner errors, make prompt decisions about them, and analyze
them. The cause of these weaknesses differs between the two teacher types. While
NS teachers’ inability to notice some learner errors is due to their insensitivity to
phonological errors, NNS teachers’ inability to notice learner errors is arguably due to
insufficient language proficiency. Finding ways to overcome teachers’ current
weaknesses is prerequisite to enhancing the quality of education in Japan. A corpus
consisting of typical learners’ problems may provide teachers with valuable information,
and it may in turn improve their skills in using CF in the classroom.
This study is not without limitations. First, the artificial environment in
which the data were collected may not be a true reflection of the teachers’ performance
at their respective schools. Second, as the data only consist of 12 NS and 12 NNS
teachers, it is difficult to guarantee true comparison between NS and NNS teachers. In
fact, it is possible that the data are a reflection of the NS and NNS teachers’
idiosyncrasies more than it is a reflection of tendencies found among teachers in general.
Third, the number of planted morphosyntactic, lexical, and phonological errors may
have been far from sufficient for making the claim made in this chapter. Finally,
teachers’ individual factors other than their L1 were not taken into consideration in the
design of this study.
Studies that examine teachers’ L2 proficiency have not yet been done in depth
in the field of SLA. However, since teachers are a very important group of
stakeholders in language teaching, data about them are crucial in any attempt to analyze
the effect of any program for teaching foreign languages. The present study is only
one of a small scale, but the findings obtained from it may at least provide a hint for




In this concluding chapter, I provide an overview of the general findings from
the studies conducted in this dissertation and some suggestions for future studies. To
briefly review the main findings of the above studies, it was revealed that salience is an
important factor to consider when providing recasts because it could help learners notice
the positive and negative evidence in recasts. Considering the L2 learners’ limited
capacity of attentional resources, segmented and interrupting recasts make it clear that
there is an error in the learner’s utterance and it is that particular error that is the target
of the recast.
Cognitive factors such as learners’ WM capacity is another important factor for
teachers to consider when providing recasts. Naturally, segmented and interrupting
recasts minimize the length of the recasts and the distance between the error and the
positive evidence in recasts. Specifically, short recasts and recasts close to the error
are more likely to be accurately retained in learners’ WM and made available for IL/ TL
comparison and further production of modified output, which may in turn promote
fluency and automaticity. Perhaps it was for these reasons that segmented and
interrupting recasts not only succeeded in eliciting learners’ uptake and modified output
but also contributed to learners’ L2 development. Segmented recasts, in particular,
seemed to be potentially more beneficial than interrupting recasts in that the former are
likely to help learners to gain accuracy with a wider variety of target structures and to
retain what they have learned for a longer period of time.
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The teachers’ actual practice as revealed in our studies was such that both NS
and NNS teachers had a strong tendency to segment their recasts when providing them
for all types of errors (i.e., morphosyntactic, lexical, and phonological errors), but the
frequency of the use of interrupting recasts was low. It was found that they used
segmented recasts because they recognized that learners would be better able to utilize
segmented recasts than whole recasts. As for interrupting recasts, the results of the
interview indicated that not many teachers were informed of the benefits of this type of
recasts.
The series of findings mentioned above may have shed light on four specific
issues of theoretical interest. One is the question concerning the use of working
memory by learners when they cope with recasts given to them. Another is
fossilization, whose possible cause may have surfaced in the course of our study dealing
with advanced learners. The third is the limit to the effects of recasts set by the stages
of learners’ grammatical development. The last issue concerns the language
proficiency of NS and NNS teachers, which has been found to affect their ability to
provide recasts. In the following sections, I explain these points in depth and provide
suggestions for driving the research in the field of SLA forward.
Working Memory and the Effects of Recasts
One of the outcomes of the research presented in this dissertation is that our
data have endorsed the theory about the capacity of working memory which has been
advanced by researchers, e.g., Baddeley (2003). WM capacity determines exactly how
much information in recasts learners are able to retain before it fades away. We found
from the study conducted in Chapter 3 that there are thresholds at which the task of
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noticing and modifying an error becomes disproportionately more onerous for learners;
the thresholds are the number of words in a recast and that between the error and a
recast. If WM resources are not abundantly available because of the burden of having
to retain many words, learners’ performance in processing recasts is naturally hindered.
It is of interest that the results of our research on recasts are accommodated by the
general framework of psycholinguistic theory.
Fossilization
Another interesting finding from the research in this dissertation concerns
fossilization. It was found that intermediate learners, not advanced learners, produced
uptake and modified output most frequently regardless of how recasts were provided.
If learners’ ability to notice and attend to recasts is related to their working memory,
advanced learners should have been the ones to provide uptake and modified output the
most frequently: Given the rich store of language that advanced learners possess, one
would think that they are in an advantageous position to comprehend recasts and cope
with the corrective intent conveyed in them. In reality, however, advanced learners’
performance ceases to make progress at a certain point and “incorrect linguistic features
become a permanent part” (Richards & Schmidt, 2002, p. 211) of their L2. This
phenomenon, called fossilization, would appear mysterious in view of the
above-mentioned advantage enjoyed by advanced learners.
What we have been able to observe through a close look at recast episodes with
advanced learners has helped us solve at least part of the mystery: An argument that
seems plausible is that advanced learners may decide that fluency is more important
than accuracy and sacrifice the latter in their interactions. Thus, although they are
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exposed to corrections, their errors do not receive the treatment by the learners which is
necessary for L2 development. The data we have presented in this dissertation are of
particular significance in that, at the microlevel, they depict part of the very process
whereby this phenomenon occurs.
Examining the Developmental Stages
One of the questions that linguists and language teaching experts have
entertained is whether there are stages of grammatical development that language
learners go through and how firmly these stages are fixed. It has been argued, at least
in regard to question forms, that all learners’ proficiencies are susceptible to assessment
on a single measure and that learners are able to advance to a higher stage by receiving
recasts of forms that belong to that stage. For example, according to Pienemann and
Johnston’s (1986) developmental sequence, do-fronting forms are placed at a lower
stage than do-second forms.
On the basis of the data from our study, however, we may have to accept the
possibility that actually the reverse of what they said is the case. First, in the process
of exploring learners’ development of the aforementioned two types of question forms,
i.e., do-fronting and do-second, via the use of segmented and interrupting recasts, we
found from the pretest scores that, in general, Japanese EFL learners are less accurate in
their production of do-fronting forms than do-second forms, making our findings
contradict Pienemann and Johnston’s (1986). Furthermore, learners receiving
interrupting recasts were able to increase their scores from the point of the pretest to the
point of the immediate posttest for do-second forms, but the same outcome was not seen
for do-fronting forms. This finding is not in line with Pienemann and Johnson’s either.
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The difference between the assertion presented by Pienemann and Johnston and
what our data indicate suggests some important points for language teachers to consider.
One is the distinction between acquisition of new forms and accurate use of already
acquired forms. Learners in Pienemann and Johnston’s study were tested on their
success in acquiring new forms whereas learners in ours, university students, were
tested on accurate use of the question forms that they learned in junior high school.
The other point is the distinction between ESL and EFL. While Pienemann and
Johnston conducted their study with ESL learners, learners who participated in the
present study were Japanese EFL learners. We saw in Chapter 5 that Pienemann and
Johnston’s emergence criteria may not apply to Japanese learners or, if they do, they
may apply only loosely, although the design in Pienemann and Johnston’s study and the
design of ours are not exactly the same and we are thus unable to make conclusive
statements about the applicability of the criteria. At any rate, teachers should use
results of studies related to stages of emergence cautiously when planning the use of
recasts and other types of CF in the classroom.
Teachers’ Proficiency Levels and L1 Backgrounds
The aim of the final study was to examine NS and NNS teachers’ actual
provision and beliefs/perceptions about segmented/interrupting recasts and corrective
feedback in general. The contribution that this study has made is that it has revealed
how teachers of either type have their own challenges and are thus in need of teacher
training programs aimed precisely at those challenges.
Most of the research that has been conducted to investigate the effect of CF has
portrayed learners as those whose language proficiency is imperfect and teachers as
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those with an impeccable proficiency in their language. On the basis of this
assumption, most of the research has aimed at identifying desirable teaching methods
which may be used by teachers possessing that impeccable proficiency. The results of
our final study led to a conclusion which forces us to dispute this assumption.
As has already been pointed out, NNS teachers’ proficiency in English is such
that providing recasts appropriately is an extremely challenging task for them. As for
NS teachers, despite what is commonly believed, they have their own problems with
their ability to provide recasts, especially in the area of phonology. Given the
instructor-related problems, there is an urgent need for teacher training courses aimed to
solve these problems.
Final Remarks
The findings from the line of research offered above have significant
pedagogical implications on form-focused instruction in SLA. English as a foreign
language has been witnessing a general movement toward communicative language
teaching. In order to enhance the quality of English education, more English teachers
need to be trained to be able to teach English communicatively. Studies such as the
ones presented in this dissertation will be able to contribute not only to SLA research
but also to further reform in the teaching of English.
